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ABSTRACT

In studies of young children in ghettce schools, those
who most often ranked low in cooperative behavior were those with the
most verbal and personal spontaneity. Unfortunately, these children
with considerable self-confidence, eagerness, and curiosity become
either disruptive and difficult or quiet, unresponsive, and
nonlearning. The major educational problem for these children, whose
environment has deprived them of models for connecting language with
action, experience, and feelings, is that the school, teacher, and
curriculum also-do not provide them with opportunities for using
their language and for intellectual growth. To encourage children's
language involvement and expansion in school, teachers should listen
to what children are trying to say, encourage their listening to
others, extend children's thinking experiences through storytelling
and book reading, foster group interaction, introduce learning tasks
involving thinking, and reinforce their language use with
compliments. (JHM)
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It's about a 1itile hoy. He wanted to
when the lady sont him cuv, h2 started
in't know he

somawhere that ne diadn!

go inside here, and then,
crying--he wag lost--

110

v
wAoTre W3S .

James, 2 five ycar-old 3leck boy in a ghetto school told this briefl story

in response to one of a series of pilctures which was shown to him. He is one

-}

of many boys who have no difficulty in expressing therselves verbally--in

L3

"reading” a picture, telling in thelr own lanpuage what the plcture says to

brings his cwn personal experience to nhis story; he expre

them. James 5528
what he sees through the screen of his oun feclinzs. FEe has language, and so

do most of the millions of children who are labeled “disadvantaged".

James was one of 72 xzindergarten and firsi-zrade boys from two schools

in a Rlack comrunity who were the subjects in a recent study (Bromwich, 1957).

The purpose of this investization was to discover the relstionships batwezen

verbal irazination of beginning school children and other attributes, among

them, teachers' judgements of children's classroom behavicr. Only boys par-

ticipated)because it is tae boy in ghetto schools who tends to have the rmost

difficulty in school-type learning

The study showed that the boys who were ranked lowest by their teachers

in classrcom cooparative bsohavior demonstrated more verbal imagination than

those who were ranked nhighest. The pictures to which the boys resgonded were

selected for embiguity of content and for affect; they differed greatly fron

the hland, undramatic "instructional" pictures usuaily shown in the classroo



The siudy also showed a pousitive corvelatlon betluwsen the ima inatlve

quality of verbal responsos to the piclures and the tolal quartiiy of verbal

production. In othoer words, the childron who ranked low in cooporative

behavior resvondad with greater imagination and also produced a greater quantit
- (8] (& v (=]

of languaze than tnosc who ranked high.

Vihat is the meoaning of sone of these findings for the classroom teacher?

First of all, there are many nighly verbal young ciiildren in chetto schools
L

who bring affact,=nd thereforc potential motivetion and involvement,to the
schocl situatvion. They arc rcady to bring their own personal meeznings to
nevw situations, and even to express thosc meanings verbally when someone is
willing to listen. Unfortunately the study shows that more often than not,
the boys with the most verbal and personal spontaheity are also the ones
who often are viewed negatively by teachers. Some of my informal observations
of these children maxe the differcnces between the "good" boys and the "bad®
boys even more striking. On the whole, I found the "“uncooperative" boys more
spontancous in person-to-person interaction, more curious about their surroundings,
freer with their language in informal conversation, snd more trusting of me--
a stranger--than their "cooperative" peers. As I took each child out of his
classroorn, I, of course, did not know how the teacher had ranked him on the
cooperative behavior continuum. ‘iith few exceptions, however (a few boys
from middle-class hores who were both hizhly intelligent and very imaginative),
I was able to differentiate betiween the "uncooperative pupil®--ihe "bad" boy:
the free, easy, inquisitive, hizhly verbal, and spontaneocus child, and the
"good" boy: the quist, passive, sedate child with what-I-have-characterized-
as bland affect. Additional data fron the children's report cards showed that
a larger nunher of boys with low behavier rankings and high levels of verbal

imagination had poor academic marks but received high marxs oa the report-card
O
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iten: mocts new sitontions witn confldence, aad low morks on the iten:

\ .

respects authority.  The reoverse was true on the report cards of many children

[
with salisfactory acadomic rhkrs, hland affect, and an absence of snhontancily.

It seewms that many children come into our schools with a considersble
degree of self-confidence, eager to become involved in new ventures, full of
lansuage of their own, but who, for a variety of reasons, do not fit into
the classroom scheme of the teacher; therefore they nust change their ways--
which may mesn, suppress thelr spontancity in personzl responsiveness and
language, their inquisitiveness about their new enviromment--and leaen the
ways of the subdued, bland, conforming, quiet child who will perform tasks
in which he finds no relevance to his reservoir Qf personal (cognitive and

affective) experience.

Indeed, there is considerable evidence that we as tezchers do not use
to their educationsl advantage children's abilities and inclinations that
they bring to school with them. “hen we ask children to be quiet and sit
still, we suppress not only their spontaneity, curiosity, and freedom of
movement, but also their self-assurance, digrity, verbal spontaneity, verbal
responsiveness, and fluency. Since the language they bring with them is so
vital for their continued intellectual as well as psychosocial development,
we rust find ways of helping them to become invovled totally so that they
do not turn off the goings-on in the classroom altozether and become either
"impossible, disruptive problen children" or quiet, withdrawn, unresponsive,

inactive, and non-learaing children.

Before discussinz som2 of the specific ways in which the assets of

these children can be utilized and built upcn, especially in the language
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area, I would like to delve into enolhor aspect of the so-called disadvantaged

child's problen in the realm of education.

It has now brzen eslablishad thst James and many other children from inner-
city end poor rural communities have language. They use it effcctively with
their pcers, and, when called upon,in a one-to-one relationship with an attentive
adult. Therefore James's major educational problem is nol the absence or even
the paucity of language itself, but it may be that the school, the teacher,
the curriculum does not provide him with the prcper opportunities to use his
language for learning and for his intellectual growth. Although the language
of many of these children may not be standard English, or as varied in vocabulary
as that of their middicclass counterperts, there is evidence of fluency, imagi-
nation, and certainly the ability to use language as a tool for communicating
with others. The fluency, imazination, and personal quality of this language
are attributes that could and should be built upon and used in the classroom

to pronrote the “evelopment and learnins of eacn child.
p 7

My idees regarding the lanzuage needs of children from poverty areas
and how best to meet these needs do not spring from theory alone, but also
from several years of ICirzst-hand experience with young children in the Xinder-
garten Enrichmant Project of Pacoima. The purpose of tals progrem, supple-
mentary to public school, which I initiated one year before the inception
of HYead Start, was to enrich the total experience, raise the self-concept,
and encoursze, enhance, and develop language of children who were identified
in the kindergarten as '"not with it." The school served the inhabitants
of a large federal public housins project, and the enrichment program operated

as an adjunct to the school. The teachers were asked to identify children who:

Q a) did not perform tasiks given to them;
ERIC : ;
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b) did not use Lhelr togchors as resource porsons--c.n. did not ask
I3 i
questions or roquest helr when necded;
c) did nol show interest in or attentilon to slorics rend or told;
J
d) seceiad to oporate on the Ifrinzce or outside of the ~roup, and, in ti-
Judgenent of the teoscher, were not fully profiting frow thelr schoul
expcrience,

Two of the project goals rmost relevant here werc to help each child
1) to build an ima-e of ninself as a cormpaetent individual, a learner
who could use his abilities and his environment profitebly for his own
growtnh and learning
2) to enhance his use of lonzuate, especially es a tool for thought.
The latter implies the use of language not only to cormunicate with others,
but to accompany his own acticns, experience, feclings--gain gratificati.n,
from talxing awout what he sees, hears, feels, and does. Such connection
beiween languages and exXperiencing is an impatant step toward thought wilch

has been called "internalized speecnh" (Vygotsxy, 1962). By using his

language to enhance his thinking, the child grows intellectually.

" The major point here is that children from the poorest comrunities
have language but are limited in the range of their uses of luznguage because
they have 1 cked rmodels who connect language with action, with experience,
with feelings. The relative absence of this role of language, soiretinmss
called the "intranersonal role of language" (in contrast with "interperscnal
language)(Cazden, 1968) may e one of the greatest gducaticnal cisadvantare:

that these children have as compared with middle-ciass children.

Children nced to experience diversity in the use of language: they neccd o
hear lenguage used, and use language themselves, for cormmunication with obhors
and as running commentary to what they are experiencing, aand finally, thzy
need to use languaze to extend beyond their immediate experience for planning

“Thon e

and organizing activities——includinqéin dramstic play (Smilansicy, 1968).
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The grmnl varioly of woys in wnlcel. the articulote middle-clazs

child is exposed to languope and its differant usesz may be an importwat
aspeels of tre oftvn-referrcd-to aldden curricalun of tne middle-class

child. The school's responsitility for the inner-city child may lie.in

the creation of a multitude of opportunities to experience languace in

ew and ¢ifferant ways--cven stories, books, verses, moybe xx unfamiliar
language experiences which can e... ‘ch the child's life greatly. The child
must be exposed Lo many differsnt ways of expericncing and experimenting with
new functicns of language. FHe will find new gratifications throu-h its

expanded use.

Luria (1$61) has described lanjuage as "ithe essential means whereby
the child finds his bearing in the external \r.'ozr‘lld"‘l Unfortunately there
ar2 many educators and psychologists in the limelight of early childrood
"compensatory" educaticn who confuse functional language with corrsct
grarmar or speech. Learning to spezx in correct standard English sentences
has little to do witn the diverse uses of lan-uage, and even though an
increase in vocabulary mekes language more useful as a tool, the overem-
phasis on teaching word labels for objects nas little to do with helping
children to use laznguage to integrate psrceptual dzta from.differznt
sense nodalities, to enjoy language in stories end verses, to organize and
plan action, and generally as a tool for thought. Therefore, something other
than drilling children every day in stendard Inglish sentences(Bereiter &
Engelmann, 1956) or pourin; words into their minds viewed as receptacles,
may be riore fruitful in helping young children develop intellectuall;. &ind
in the same vein, when the child enters first grade, or rather today's
kinderszarten (as the first -rade reading progran ha: teen lowered into the
kindergarten in many districts) the rany hours he works on decipherinzg the

Q

ERIC written coda--recoynizing letters and combinsti:ns of letters called vords,
Fr i ]
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may not be the nost advaulageous woy to spond the child's hours in school

at apes 5 and 6.

What does James's story and all the rest of this have to do with
learning in the classroom? James, and many others like hiun, showcd the
ability, and, equally inporvant, the motivation to respond verball, to a
picture and invest the story witn his own life experience and his own
backzround of feelings--he related what he saw in the picture to his own
personal life, or vicec versa. He gave the picture personal mezning through
language. e, however, was one of many wﬁo, in the classroom situation, did
not perform according to the teachsr's expectatisns. Ye probably was one of
many children who wes not in the habit of using language to accompany his
actions and expericnces--who did not use much language in planning and

organizing his play and work althouszh he had the capacity to do so.

And now, to the remedy--what can teachers do (i) to encourage the child
to bring his lancuage to the school znd to involve himself in the school
learning opportunities in a total way? &nd (2} to help him expand the variety
of uses that he can make of lanzua:ze--or, to uss Chomsky's terminology: to
help him move from lanzuage Competence to languaze Performance?

1. Listen, listen, listen to the child, not only to the words he is
saying but to what he is trying to convey. “When adults sincerely listen
to a child, especially if he comes from a home where he is not used to being
listened to, he finds nesw pleasures in language. SZeing listened to neans
that he is important enough to be listened to--wh2t he says is important to
somzong-~therefore he is important to someongf-he will uprade no{;only nimselfl

also
as a person in his own eyes, but his verbal uttersnces; his lanzuare all-of-o-

sudden has & new importsnce--zamong other thincgs, it has become a means toward



greator uolf-estocon,

2. hen cxpressive langunce taxes on new significance, so will recoptive
language. Wnen a child has the experience of being listened to, he will tie
more likely to think that what the other person has to say is also ingortant.
Through conversational interaction, he will becoire a food listener, and will
begin to enjoy heing read to, being talked to--yes, he might even bz willing
to listen to directions. It is only when the child truly bcgins to listen

to the adult that the adult can bocome a useful language model,

3. Because it has bzen shown that children develop languapge competency
more rcadily in interaction with zdults than with their pcers, we need to
open up the classroom, train aides and volunteegs in listening to children)
and in ways of expanding the child's languzge functions as well as his flow
of lanzuage; some of these ways consist of asking "why, how, when, where "
questions as well as continuing a conversation by introducine new elements
which will extend the child's range of thiniting (and often his vocabulary
beyond his own statement. Story telling and the reading of books can also

be more effective in a one-to-one relaticnship ©¥% in small groups where the

child can allow himsclf to become more fully involved in tre story.

L. Childrea can »e good mocels for each other in the use of lansuaze,
and the child with a richer repertoire of laznguage anc lanzuage fuaciiouns
invariably will nelp the child with a snaller language repertoire)espccially
if the classroom atrospnzre is conducive to children worxing together.

Certainly an"integrated" classroom (not o.ly racially but also soclo-econoically

.
",\‘_H DANYS

provides such a oiebryrisien

) L Mmove : : L
E T(j 5. Help chlldrenAfrom what Xagan has called an "impulsive'co;nitive style

Aruitoxt provided by Eic:



to @ pore "rerlective™ rmanner of deeling with leosrning tasks.  Help children
to spend tine thinking about questions, problenms, ections, proc -sses, ex-
periencecs before responding tco guicekly, and encoursgse them to use lsnguage

as they ere thinking.

6. Encourage children to engage in running comnentaries about what they
are exporiencing or doing, and help them eventually to use language beyond
describing experiences of the moment, but to organize, plan, think ahcad,
orient their actions, thoughts toward the next step--the immediate future.
Part of the hi-den mi dle-class curriculum is the mother's listening to
the chiild, expanding the childé's langustge,and modeling for the child a kind
of language which describes in detail what is going'on at the moment as well
as projecting actions into the future; e.z.

0.X. here goes the big chocolate cake into ths oven. Th, will
that cake taste scod! After I hang up ny apron and wash my
messy hands, I'll get your brown sweater sad my yellow ccat,

and then, zuess what? e shall get into my car and go snopping
for dinner. Now, let me see--what shall we eat tonight?

The teacher can converse with the child ebout what he is doing, and that cdoes 1ot
limit her to asking questions: -
T. Oh, David, I s7e you are using the maznet. 'hat is happening?
(no response) You are testinz to see which things you can pick
up with the magnet. Did this pin cling to the magnet?

Ch. Yes.

T. Uere you sble to pick it up (nods)
What else did you try? (child points to paper clip)
Oh, the paper clip--and....

Ch. I picked it up too.
T. Jood for you; did you tr; to pick up znytning else?
Ch. Yes, this &here.

o T. What is it?
ERIC
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6h. & core.

T. &nd did it cling to the mannot?
Ch. 1Mo,

T. “hy not?

T. You reallv kaow, doa't vou' The me-net did nob pick uo the corg
o 3 w o 3

becsuse the cork is not mzde of metal. And whnt does tnat tell
you ahout marnats?
Fad

Ch. Il picis up things made of metal.

T. Yes, that's right--nagnets pics up only things mede of metal.

Even complimenting & cnhild or giving him "social reinforcement" caan be
d ne with languase buildins in nind., Instead of saying:
MTom, you are doing a very fine job! W
the teacher can say something like:
"Tom, you are buildin:; such e very strons building. You hsve a solid

base made of the large klocks and you put the smaller blocks on
top. That buildins will certainly nold upl"

This type of response =ives the child ruch more, both affectively and
cognitively. Affectively, it says more to hiin than would a casual comment--
[ Y 3 J

it recognizes bhis spacific arza of competence, snd cosnitively, it expresses

in languege whal he has done znd done so wall,

7. ZIxpose children to real experiences, as well as pictures representing
scenes from real life. Pictures cut out from magazines and mounted are often
useful. Children will relate themselves to picoures thatportray the kind of
neople he xnows in the types of scenes he experiences, rather than reoresen-
tations of neat-looking children, always happy end smiling in front of thneir
neat little write houses with the picket fences and their neatly mowed

Q lawns. “hildren are interested in adults too, aseaedl-se in pictures that

[ERJ!: do not tel) a etear and d=finite story, but the content cf which is arbiguous

T
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enouizh 5o th-t a nurhor of stories)very dif'ferint from cach othor can

N

easily bo told ahoubt the picture. Yncourace each child to tell t

is own
ersonal story about ecach picture. This way childrzir learn that there is
J ;
not only one respunsc, thne "corrccet ans.eor™ but thal there are vany differont

ways of respndinz.all of which are fun, and arc accepted. Children thus

learn that trer> iz value in difference.

Pictures and, of coursc, actusl life exreriences orovide wonderful
3 b by

)

opportunities to help the child extend his thouzhis heyvond his orisinal

N

statzment. A dirsct respo .sc to what the child is caying snows interest in

his story, end also curiosity about how the story develops:

T. Tell me a story about this picture.

Ch. Tne boy 1is tired.

T. +hy do you think he is tired?

Ch. He had to run so many errands for his mother.

T. Whet did he have to do for his rother?
Ch. Get some bread at the grocery store.

T. ©Dh, and what else?
Ch. Take the bahy for a walk.

T. %ny do you think nis mother asked him to do that?
her

Ch. To z=t hirm out from unler eet so sne could fix sunper.

This and rany other possible exannles point out the child's cormpatence in
lanzuazrz and thought that needs to be exercised--hrourht to the level of

Pzrformnance--2ad there lies a major rescoasibility of the teacher.

I have atienmpted to describe some of the ways in whicu a teacher sccepts

a child with his lancua.ce that he brings to school, how she can build upon
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the lanpuoe of thnat child and nelp nin to exlend uls use of lanuaze
for grealer personal satlislaclion, Sigher cognitive coplexity, and

greater freedon and flexibility of thought end action.

The root of the disadvantaze of many pcoglolis thit
they do nol feel a need to deveolop their languare
reason is that they are unaware of the possitilities o
languagze. They imverfoctly aupreciate the nsture, the us:s
and joy of lansuace. They have a jewel whick is worth a
fortune, which can be worked <o a rare edgse of precision, whieh
can be cut to a many-facated beauty; and they are playing

ty

marbles with it in the bzciverd (illinson, 1571--p.137).
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